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Multiliteracies pedagogy: Creating claymations with adolescent, post-beginner 
English language learners. 
Abstract 
Multiliteracies pedagogy is an approach to teaching language and literacy 
that takes into account the complex and dynamic nature of global 
communication. It provides rich opportunity for teachers of English 
language to explore learning experiences and outcomes that stretch beyond 
exercises in reproduction in written and oral modes only. This paper 
documents the practice of one teacher who uses a claymation movie project 
with a class of adolescent, low-level literacy learners of English as an 
additional language in an Australian, intensive language high school. 
Drawing on observations of three particular students, the paper outlines a 
number of language learning possibilities of this approach for learners who 
are from diverse cultural and linguistic backgrounds and who may be new to 
learning in formal education settings. In particular, it shows a number of 
Multiliteracies-based benefits including increased individual agency; 
enhanced engagement in learning through collaboration; and the opportunity 
to explore various elements of multimodal text design. 
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Adolescent  English language learners  (ELLs) , who arrive in Australia with low 
literacy backgrounds, face significant challenges in achieving sufficient English 
language skills to navigate their pathway successfully in mainstream classes (Miller, 
Kostogriz & Gearon, 2009).  It is the work of the intensive high school to prepare these 
students to be able to operate successfully in the mainstream High School environments 
that they will be entering. This goal needs to be achieved in an educational context of 
shifting diversity, where learning group membership is constantly changing as newly- 
arrived migrants and refugees enter the school system.  In addition, timeframes are 
generally insufficient to equip students with the range of competencies they require 
(Dooley, 2009).  The ELL teacher in these circumstances is faced with the ongoing 
question of how best to utilise available class time to meet the very diverse needs of this 
changing group of ELL learners (Author, 2011).  Consequently, ELL teachers are 
increasingly experimenting with new pedagogies that allow students to engage more 
comprehensively with emergent forms of meaning-making. These pedagogies also 
enable student diversity to be more adequately recognised and utilised in formal 
classroom settings.  A project based on multimodal text production through Claymation, 
where students collaborate to produce a movie animation using characters made from 
clay, offers one approach to developing students as multiliterate individuals able to 
communicate via new media (Kalantzis & Cope, 2012 2000). This paper explores some 
of the affordances of using Claymations with a group of adolescent ELL students 
attending a post-beginner class in an ELL intensive high school in Australia. 
Focusing the learning process around the production of a multimodal claymation 
text develops skills associated with both print-based and digital texts, giving students 
more scope to create and access meanings and develop their language in use (Carrington 
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& Robinson, 2009).  The point has been clearly made that multimodal literacy is 
different from the reading and writing of more linear, print-based texts. It involves 
consideration of design features such as composition, layout, the incorporation of text 
and graphics and elements such as choice of colour, size, angles and how these engage 
and inform the proposed audience (Bull & Anstey, 2010; Kalantzis & Cope, 2005; 
2012). Multimodal literacy, one of the many dimensions of Multiliteracies, has been 
defined as: 
meaning-making that occurs through the reading, viewing, understanding, 
responding to, producing and interacting with written text combined with other 
modes, particularly with screen-based texts.  Multimodal literacy may include 
listening, talking, enacting and investigating as well as writing, designing and 
producing such texts (Walsh, 2011, p. 12) 
Multiliteracies pedagogy – a framework for practice 
According to a Multiliteracies pedagogic approach, teaching and learning involves 
drawing on a range of student-centred, active principles. While it departs from 
traditional, transmission approaches to teaching singular, print-based texts, the strengths 
of past approaches, such as direct instruction, remain (Kalantzis and Cope, 2012; New 
London Group, 1996; Mills, 2006). Features of ML pedagogy include: long term 
exploration of a complex of text types drawn from across the curriculum; unpacking 
text exemplars and negotiating text features creatively; designing texts using  key 
design elements: linguistic (written), visual, spatial, audio, oral, tactile and gestural; 
knowledge processes that move from known to unknown and aid concept building, 
theorising, functional and critical analysis of texts as well as appropriate and/or 
transformed application; student agency where learners take risks, collaborate, solve 
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problems, advise, and mentor one another in partnerships (Kalantzis & Cope, 2012; 
Healy, 2008) . 
These student-centred pedagogic principles provide abundant opportunity for 
ELL teachers, whose learners who may have little or no experience of formal education, 
to explore the affordances of multiliterate practices.  How can the use of claymations in 
the classroom develop the students’ multiliterate practices?  Claymations use a 
“synaesthetic” or “mode-shifting” approach, bringing together different modes to 
represent and communicate meaning (Kalantzis & Cope, 2012, p.195).  For example, 
one scene may include drawings establishing a particular mood and context (visual), as 
the background to the (gestural) interaction of the clay figures being photographed, 
whilst captions (written) convey the dialogue taking place.  Developing students’ 
synaesthetic abilities is essential to allow them to engage effectively in disciplinary 
content across the curriculum, where they may be required, for example, to complete a 
written report of a science experiment using tables, diagrams, and photographs, and then 
concluding with an oral presentation of their findings. Engaging students in producing a 
claymations animation can be a powerful way of helping students develop their 
confidence and skills in making meaning multimodally, as we explore further in this 
paper. 
Background to the study 
This is a collaborative study between a classroom teacher, a pre-service teacher, and 
two university educators.  The four of us came together to document productive ELL 
pedagogy in a language intensive high school in Brisbane, Australia.  The classroom 
teacher, with 20 years ESL teaching experience, invited a pre-service teacher of English 
as a Second Language, to work with her ESL class during his field experience . At the 
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time of this study, he was completing his four year degree program within an 
international twinning program at Queensland University of Technology.  The two 
university lecturers are both involved in ESL Literacy education, one of them as 
coordinator of the field experience within the international twinning program. In 
framing this study collaboratively, we draw on the extensive work of Barbara Comber 
and colleagues whose work demonstrates the insights that can be garnered from teacher-
researcher partnerships in educational research (Comber & Kamler, 2010; Comber & 
Nixon, 2008). 
The school 
In the following sections of this paper, we describe the process and the pedagogy 
underpinning the creation of two claymation movies by the ELL adolescent members of 
the post-beginner classroom at Unity State High School.  Unity State High School 
(USHS), (a pseudonym), provides intensive English language and settlement services to 
prepare newly arrived immigrant and refugee students for participation in secondary 
schools and other educational contexts such as TAFE, within the Brisbane area.  Unity 
State High  offers classes at levels from foundation through beginner to middle years 
and senior year levels.  The students who are the focus of this classroom study are a 
group of 11 adolescents who attended a post-beginner class at Unity State High during 
2011.  These students were part of the culturally and linguistically diverse school 
community of 420 newly arrived adolescents from immigrant and refugee backgrounds, 
representing over 30 different countries and speaking 46 different languages.  Whilst 
Unity State High offers a multi-faceted service to help meet student needs (which 
includes bilingual support, a volunteer reading support program, arts and music therapy 
programs) nonetheless the class teacher has key responsibility for assisting these ELL 
students to sufficiently develop their knowledge and skills so as to enter mainstream 
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education and attain their desired educational goals through the medium of English.  
New students are enrolled throughout the year and existing students progressively 
graduate into mainstream state high schools/ TAFE every ten weeks.  The great 
diversity within the student body, the changing nature of the learning group membership 
during the teaching program, and the time constraints imposed by government funding 
of intensive ELL programs, prompt the current focus on exploring literacy practices 
within classroom conditions of shifting diversity. 
The Claymations Project 
This was the first time that a claymation project was undertaken at this high school, and 
it arose from the students’ interest in seeing this media during a visit to the local 
Modern Art Museum. The students’ interest in claymation resulted in two claymation 
movies being produced.  The first claymation project was focused around sharing 
understandings of the class reader, “The Big Wave” (ref details), which is set in Japan 
and which describes lifestyle and relationship changes as a result of the characters 
having lived through a tsunami.  The process of creating the claymations movie version 
of “The Big Wave” was facilitated by the class teacher, assisted by a pre-service ELL 
teacher on his practicum.  The stages of this claymation process and the opportunities it 
offered for developing the students’ Mulitliteracies are discussed more fully in the 
following section and in Table 1.  The production of “The Big Wave” claymation 
culminated in its screening at the ensuing school graduation ceremony, where the 
students received public accolades for their achievement.  This experience success 
spurred them on to want to produce a second claymation movie, produced and directed 
by the students themselves and based around their own creative imaginings on the 
theme of the film “Jurassic Park”.  The development of “Jurassic Park” also followed 
the broad stages of the process outlined in Table 1 for the first claymation movie.  In 
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order to evidence the language and literacy development that this second project 
engendered, cameo depictions of three students are provided, demonstrating how this 
second claymation project fostered Multiliteracies in three students in particular: Jae-
Sun from Korea, Egide from Burundi, and Semret from Eritrea. (These are all 
pseudonyms).  
The Students 
The ELL students whose learning situation is discussed in this paper were all members 
of the post-beginner group at USHS.  The post-beginner group consisted of students 
from a variety of cultural and linguistic backgrounds, including first language speakers 
of Kunama, Swahili, Liberian English, Kirundi, Arabic, Fasi and Korean.  Many of 
these students spoke more than three languages and they were adding English to their 
repertoire.  Most of the post-beginner group were literate in their first language but not 
in English, and some students arrived with no prior literacy skills in any language.  
Most of these students had received the majority of their schooling during their time in a 
refugee camp and since these camps were in a country of transition, the education they 
received was not always in their mother tongue.  There were also newly-arrived migrant 
students from China and Serbia. The three students that form the central focus in this 
study are: 
Jae-Sun (14 years old) 
Born in Korea, Jae-Sun had 7 years of education in Korea in his first language (Korean) 
and came to Australia with his family just prior to the project being initiated. On 
enrolment, Jae-Sun was assessed at ELL Bandscales level 2 for all macroskills and he 
entered Unity at the post beginner level.  At level 2, Jae-Sun was beginning to recognise 
words and word clusters and commencing to write short, simple texts.  He was able to 
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comprehend familiar and high-frequency phrases and directions, and was experimenting 
with short utterances in the target language. When he joined the post beginner class at 
Unity, Jae-Sun was a very self-contained student with many independent learning skills. 
He was less confident with spoken English and did not engage readily in socialising 
with the other students.  Jae-Sun finished his pathway at Unity after 25 weeks and he 
graduated to a mainstream high school with continuing ELL support. 
Egide (15 years old) 
Egide was born in Burundi and had two years of education in a refugee camp.  On 
arrival at Unity State High, he commenced learning through English, his third language. 
He had suffered considerable trauma prior to his arrival at Unity and his family situation 
was fragmented. His Bandscale level for each of the macroskills on entry was recorded 
at level 1, signifying that he was new to the target language, Standard Australian 
English. He displayed reading-like behaviour, e.g. turning pages and studying pictures 
but relied heavily on teacher, visual and contextual support to make meaning. Drawing 
as an initial form of self-expression, and making approximations of letters and symbols 
is characteristic of learners at this level. Egide is typical of students who come to 
Australia from Sudan and Burundi with minimal literacy education in their first or any 
language. Therefore, he joined the foundation class at Unity, which is designed for 
students with limited or interrupted prior education. Egide then joined the post beginner 
class approximately 30 weeks after enrolment at Unity. His ability to concentrate was 
still quite marginal in this class but his enthusiasm greatly increased once his attention 
was engaged in a project which aligned with his kinaesthetic learning style. The 
decision to use story board scenarios and clay modelling as a vehicle to unpack the 
characters, setting and plot events of the class novel was directly in line with the 
learning style of Egide and a number of other students in the class. His oracy after 30 
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weeks in the foundation class was well developed, but Egide still struggled with reading 
and writing. It was difficult for him to understand abstract concepts for example, past 
tense verb structure, and he found decoding the class novel using bottom up reading 
strategies challenging. 
Semret (14 years old) 
Semret was born in Eritrea. Her first language is Kunama but she had very limited and 
largely interrupted schooling. She arrived in Australia as a humanitarian refugee with a 
number of different stages to her journey. She arrived with her family and enrolled at 
Unity in May, 2009. Semret was assessed on arrival at Bandscales Pre-level 1 for 
reading and writing.  At this level, learners are new to the concept of writing and reading 
and to literacy implements such as paper, pencils, crayons. Learners at this level often 
prefer to use construction materials and objects to represent ideas. Semret began her 
study in the foundation class and made slow progress due to lack of actual schooling 
experience, e.g., holding a pencil, and family trauma and separation that rendered 
Semret unavailable for learning for some time after her arrival. After approximately 45 
weeks, Semret joined the post- beginner class. She was one of the longest resident 
students at that time. While Semret shared similarities in terms of background and life 
experience with Egide, her responses in many ways were different.  She needed a lot of 
reassurance and one on one support and when she did have successes it was difficult for 
her to accept the praise or compliments from teachers. 
The Claymations Process 
The class teacher was interested in the potential of a claymations project to develop the 
Multiliteracies potential and English language abilities of the diverse range of ELL 
adolescents in her class.  The first claymation movie derived from the students’ 
engagement in a print-based class reader, “The Big Wave” (Buck, 1976). The 
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devastating Japanese tsunami in March 11, 2011 provided the impetus for the choice of 
this novel, especially as some students in the class had personal experience of 
earthquakes and volcanoes which were two of the natural disasters occurring in the 
novel.  The novel was written in English suitable to the students’ language competency. 
Visual and audio scaffolding, such as news reports and photos from the paper were used 
to help students engage with and interrogate the text.  
Students read and discussed the book in pairs and in small groups, and it became 
clear that the students were most interested in particular sections of the story in which 
the young boys Jiya and Kino were involved in caring for each other and also making 
life changing decisions within the context of the novel.  During a class trip to the 
Gallery of Modern Art (GOMA) students were introduced to a claymations display and 
talked about using this method of understanding the current class novel and exploring 
their interest in the complexities of Jiya and Kino’s lives.  The stages of the claymations 
process that were implemented are set out in Table 1.  
 
                           [Insert Table 1 here] 
 
It can be seen from Table 1 that each of the stages in the claymations process 
offered a range of language development possibilities and a variety of collaborative 
learning opportunities, to extend the students’ multimodal skills.  For example, creating 
the story board generated a number of language learning-related opportunities, such as 
expressing  ideas in words and pictures; catering to different learning styles (visual, 
linguistic and design literacies); working in pairs fosters collaborative learning; students 
voicing their opinions promotes ownership of the work ; opportunity for discussion and 
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critical thinking; and creating an active learning environment. Discussing the benefits of 
creating a storyboard, the classroom teacher noted: 
We created a story board to conceptualise the key points of the 
theme, characters and plot. This led to a lot of discussion as to what 
the key points were plus creation of captions and short descriptions 
for each storyboard picture......The rationale behind the storyboard 
approach is to give students the freedom to create , using both words 
and picture; their imagination. The activity hinges on pair work and 
therefore fosters collaborative learning. This was evident when the 
students shared the responsibility for drawing and writing to create 
the storyboard.                 (Interview with teacher, February 2012) 
Other affordances came about through the writing of the dialogue (See Table 1). 
These include  using language appropriate to the characters; awareness of dialogue 
structure; opportunity to experiment with dialogue choices and potentially transform 
dialogue for effect. Filming the project also generated possibilities to learn camera 
management techniques; to understand the requirements of an animation sequence, 
andsignificantly, to develop leadership skills. As the pre-service teacher noted: “Filming 
helped to foster cooperative learning where students helped each other to film scene by 
scene. Students learnt to work with other, some assuming leadership roles in the role of 
director and work was delegated and shared”  (Interview with pre-service teacher, 
March 2012). 
One of the notable features of engaging in this new type of class task was the 
students’ evident involvement and pleasure in the process of creating the claymation, 
and their pride in the finished product.  Even after the conclusion of  “The Big Wave” 
claymation, the students continued to fashion plasticine into different objects and 
12 
 
imaginary animals in their free time, leaving the figures on the windowsill for their 
friends to see later.  Their continued interest in using the clay, led them to suggest to 
their class teacher that they should produce another claymation, but this time they 
wanted to provide the topic and contents themselves, rather than represent an existing 
text.  Through class discussion, the students then proposed and agreed to work together 
to produce a new claymation around their theme of “Jurassic Park”. 
Student-led Claymation Project: “Jurassic Park”  
The production of the second Claymation followed the stages of the earlier “Big Wave” 
Claymation. This second project reflects many of the dimensions of a Multiliteracies 
project as proposed by Healy (2008) and outlined earlier.  In the following section, we 
provide evidence of how the project developed Multiliteracies practices in the three 
particular students. Given the scope of this paper, we explore two dimensions – Student 
Agency and Design- and illustrate the students’ progress in these.  
Multiliteracies dimension  - Student Agency  
Student ownership of the project   
The second claymation project developed from a class brainstorming discussion, during 
which the students expressed their interest in the general theme of time travel, and in 
particular going back to a period when dinosaurs walked the land.  Some of the students 
connected these elements to their viewing of the movie Jurassic Park, and the whole 
group took up this idea.  This second claymation project was notable for how the 
students exercised their agency; how they took ownership of the project, leading the 
different stages of production, negotiating choices in storyline and composition to 
achieve their particular version of the Jurassic Park theme.   The students then worked 
in small groups to draft an imaginative story based on the Jurassic theme, using drawing, 
writing and clay modelling.  The groups then shared their ideas, and with the class 
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teacher facilitating, they began building these up into an agreed storyline on the 
whiteboard.  It emerged as a guiding principle that ideas from each group should be 
represented in the final storyline, so that everybody had contributed to the final storyline 
and no class member was marginalised.  In their small groups, the students made initial 
models based on the brainstorming. The small groups negotiated with each other around 
the development of plot events and extra characters.  In this way, the storyline 
developed in new directions as deemed appropriate by the students themselves, not the 
teacher.  Certain students emerged as leaders at different stages of the Jurassic Park 
claymation process.  For example, Jae-Sun’s adeptness at modelling was given full rein 
when establishing the elements in a scenario featuring the moving of the time machine 
into past time and the land of the dinosaurs. 
 Student engagement and collaboration 
This project had been initiated by the students, and they continued to direct every stage 
of the claymation process, which led to noticeably higher levels of engagement and 
more sustained periods of attention to task amongst all of the class members.  This 
included several students who had suffered trauma and experienced little previous 
education and who hitherto had shown little engagement in class work. When Egide 
worked alongside Jae-Sun, each making a significant contribution to the final outcome, 
it had a long-term effect on their class room relationship. After this project, Jae-Sun and 
Egide sat together for the rest of the term. 
The project had a similar effect on drawing Jae-Sun, the more ‘literate’ but 
quieter of the three students, into collaboration. He was at first a self-directed and self-
contained student who was not so easily drawn into small group activities. Once his 
attention to detail and his creative modelling skills were on display, he was in demand 
as a partner and a mentor. Jae-Sun worked intently on a wide variety of models from 
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battleships with intricate design features to a time machine complete with dials, 
antennae and a direction finder. When it came to filming the scenarios, Jae-Sun ‘s 
ability to work with images, gestures and the precise movements required to film the 
animation series brought forth leadership skills which were previously not apparent. 
Through collaboration with Egide and other students, Jae-Sun was able to share these 
skills and so delegate different parts of the filming to small groups of student colleagues. 
Semret also benefitted from a collaborative approach that foregrounds student 
agency. The final story line for the claymation sequence had to include a section from 
each “author” and students collaboratively chose the sections. Semret’s contribution 
added baby dinosaurs to the time machine, which was travelling to the future. She said 
they would be necessary in case the other dinosaurs were too old. She was constructed a 
valued collaborator, despite limited traditional writing ability, and created valuable 
working relationships with other members of the class.  
This approach gave all three students more opportunity to learn from others 
while at the same time offering their own skills and seeing themselves as an integral 
part of each task. This lifted self-esteem and self-confidence and promoted class 
cohesion and a positive classroom atmosphere:  vital affective factors for learners of this 
nature.  
Multiliteracies dimension – Design 
Texts are designed integrating a range of modalities 
The creative process of creating, arranging and filming the models engaged the students 
in oral discussions, sketching, writing captions, design work around camera angle. 
These reflect an integration of linguistic, visual, spatial, audio and gestural elements 
fundamental to Multiliteracies pedagogy.  For example, Semret wrote a story based on 
the dinosaur models she made herself. She had often struggled with the written mode 
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but in the context of a class project where each student came up with a story using their 
own models as the characters, she was able to share her ideas and be a part of the final 
co-construction. The multiliteracies approach benefitted Semret because her language 
learning took on an element of excitement and creativity which expanded and 
accelerated her learning. 
The strength of a multiliteracies project can be seen in the dynamic interplay 
between the different modes of learning in a collaborative context where students are 
working towards a common goal. Whereas Semret lacked confidence and indeed ability 
in the written mode, she was able to envisage a story about characters that she had 
chosen and modelled (visual and spatial elements). With help from another student, she 
was able to compose her story (linguistic) and then read it from the “authors’ chair” 
(audio and gestural) which was a highlight for her. Due to the interweaving of different 
design elements, Semret was able to both participate and contribute. She expanded her 
design skill set, and gained confidence in her own abilities.  
Jae-Sun worked closely with other students to discuss specific spatial 
arrangements of the dinosaurs in relation to the background visuals. He paid close 
attention to the many minute movements of each dinosaur as the film sequences were 
planned and carried out. He was also particularly attentive to the design details of a time 
machine whilst Egide was more focussed on the visual and kinaesthetic qualities of 
dinosaur models. Collaboratively, they also wove the linguistic storyline of the time 
machine carrying the dinosaurs to the future, sharing a focus on meaning making 
through spoken and written language. Egide worked with Jae-Sun to write captions and 




Summary of Findings 
 This paper has traced some of the affordances of the claymation projects 
conducted at Unity State High School, specifying the benefits experienced by three ELL 
students in particular. The claymation provided significant opportunities for these low 
level literacy-background learners to experience a Mulitliteracies approach to language 
education. First, the pedagogy used promotes learner agency, which “presupposes 
construction of knowledge and understanding in which all class members play an active 
role” (Wallace, 2001, p. 214).   Unlike deficit approaches to ELL literacy, the pedagogy 
outlined in this study highlights the transformative effects of an approach to literacy 
based on student-led, generative, joint activities supported by strategic assistance, rather 
than the traditional “remediation” practices of pre-planned, scripted, generic practice of 
basic skills (Comber, 2010).  
 Related to this, is that a multimodal approach allowed student ownership of the 
work undertaken which led to engagement and sustained collaboration.  The communal 
production of the claymation over a series of interrelated sessions gave rise to fluid 
affinity groups within this ELL class (Gee, 2004, 2007), allowing the students to take up 
different expert/novice roles and learn from each other, as they became active decision-
makers in the evolving whole-class project. Working together collaboratively to 
produce multimodal text, such as claymations, provided a very student-initiated learning 
environment, where small groups pursued specific areas of interest in the process of 
moving towards a common goal, facilitated by the teacher.  Most significantly, enabling 
low-literate ELL students to find ways of contributing their knowledge and skills to the 
group enterprise helped empower and engage students who might otherwise be 
marginalised in educational processes (Dooley & Thangaperumal, 2011). This is an 
example of the challenge Dooley (2009a) poses for teachers: “ to set up conditions 
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within which students feel safe and want to want to make sense of each other across 
linguistic and cultural differences” (p. 503). 
Thirdly, students had the opportunity to develop meaning through a range of linguistic, 
visual, auditory, spatial, tactile and gestural design modes:  creating the content for the 
storyboard, designing and photographing the clay models, and composing the narrative 
and special effects accompanying each segment of their film animation. The 
combination of different modes for meaning-making allowed students with visual skills 
in drawing, for example, to communicate ideas directly into the storyboard context and 
have their partners provide an accompanying message, using their respective strengths 
and allowing greater participation by students (Mills, 2010).   
 Conclusion 
 In this paper, we have outlined a Multiliteracies digital media project undertaken 
by post-beginner adolescent language learners at an intensive language high school in 
Australia. The pedagogic stages enacted by the teacher and students and the associated 
language learning opportunities were outlined. The Multiliteracies possibilities inherent 
in such a project were also articulated. Particular observable benefits of such a project – 
enhanced student agency leading to collaboration, and multimodal design 
experimentation - were  documented in relation to three particular students. We argue 
that through an active and transformative Multiliteracies process, teachers of low-level 
literacy learners can generate significant engagement in language classrooms. It can 
prepare such learners for some of the kinds of content and learning processes they will 
encounter at high school, and can also help teachers address the complexity of the 
highly diverse nature of such classrooms. Further investigation as to how teachers of 
such learners might explore a Multiliteracies framework more consistently, in order to 




Take Action!    (Take photos of your class throughout the process of creating the 
claymation so you can reflect on the process in step 9.) 
 
1. Select and read (using effective ELL reading strategies) an appropriate text – a short 
 story or abridged novel;  
 
2. Preparation: Develop conceptual understanding of real life events in the story (e.g., 
 tsunami, in the case of ‘The Big Wave’); 
      Consolidate structural understanding of narrative patterns – orientation,  
 complications, resolution; 
      Prepare a plot chart/timeline, briefly discuss/describe characters and themes; 
      Consolidate vocabulary;  
      Explore similarities between plot events and students’ previous experience;    
 Role-play small scenarios. 
 
3. Pair work: 
• draft the content of each frame; 
• sequence storyboard drafts to match timeline in novel  
• illustrate and write captions for each frame. 
   Class work: 
• synthesise  storyboard drafts into one text agreed upon by  group; 
• agree on four scenarios for clay modelling; 
• sequence the scenarios. 
 
4. Create clay characters and scenery for scenarios; 
compose scenarios with characters and scenery together; 
sequence scenarios ready for filming. 
 
5. Write dialogue for models/ scenarios; 
     Practise storytelling in preparation for voice recording. 
 
6. Photograph storyboard scenarios manipulating the models to create the 
 animation. Each new position requires s a new ‘shot’. Take more shots rather 
 than fewer. Load images into a computer program like Picasa’s movie maker. 
 Follow program’s instructions.  
 
7. Practise pronunciation and record student voices; insert dialogue into film 
 sequence using program instructions. 
 
 8. Editing - discuss film sequence; make any changes group agrees on; add sound 
 effects.   
 
9. Reflect: Organise photos of the project process in a sequence; write speech 
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Table 1. General Pedagogic Stages in the Claymations Process: The Big Wave and 
Jurassic Park 
Stages in the 
Process 
Student Activity Language Learning Opportunities 




 Read and discuss the novel 
“The Big Wave”  
 Develop conceptual 
understanding of real life 
events (tsunami, volcanic 
eruptions) 
 Consolidate structural 
understanding of narrative 
patterns 
 Discuss plot, characters, 
theme, complication, 
resolution etc. 
 Consolidate  vocabulary  
 Explore similarities between 
plot events and students’ 
previous experience 
 Role play small scenarios 
from the book 
 
 Building knowledge of the field 
 Establishing a vocabulary base 
 
 Extending reading strategies such as 
skimming, scanning, predicting 
 
 Checking understanding of narrative structure 
 
 Exploring and sharing prior learning and 
concepts 
 
 Enacting key moments to highlight events 














 draft the content of each 
frame 
 sequence storyboard drafts to 
match timeline in novel 
 illustrate and write 
captions for each frame  
 
Class work 
 synthesise the storyboard 
drafts into one group agreed 
text 
 agree four scenarios for clay 
modelling 
 sequence the scenarios 
 
 expressing  ideas in words and pictures  
 Catering to different learning styles 
(visual, linguistic and design literacies) 
 Working in pairs fosters collaborative 
learning 
 Students voicing their opinions promotes 
ownership of the work 
 Opportunity for discussion and critical 
thinking 






 create clay characters for 
each scenario 
 make the scenery 
 compose the scenarios with 
characters and scenery 
together 
 sequence the scenarios ready 
for filming 
  exploring creativity through clay 
modelling  
 Learning through kinaesthetic experience 
 Discovering new talents 






 write  dialogue for the 
models/ scenarios 
 practise storytelling in 
preparation for voice 
recording 
 using language appropriate to the 
characters; 
 awareness of dialogue structure; 
 opportunity to experiment with dialogue 
choices and potentially transform dialogue 
for effect; 
 understanding the balance of direct speech 
and narration 
Filming  design different backdrops for 
the filming 
 manage the camera shots 
 learn new technical skills  
  film the storyboard scenarios 
 manipulate the models to 
create the animation 
 
 learning camera management techniques 
 developing leadership skills  
 working as a team 




 practise pronunciation 
 record student voices  
 insert the dialogue into 
the film sequence 
 
 Developing reading and speaking skills 
 Attending to pronunciation 
Editing the 
DVD 
 discuss and debate the 
film sequence 
  voice opinions 
 add sound effects   
 make any changes that the 
group agrees 
 using language of persuasion 
 understanding sound effects 
Post Activity  discuss the steps  as a 
whole class 
 organise photos of the 
project process in a 
sequence 
 write speech bubbles for 
each picture 
 talk about how you felt 
when you were doing the 
work 
 talk about what was easy 
and what was difficult 
 list/verbalise the new 
skills you have learnt 
 getting an overview of the animation 
process 
 reflecting on students’ role in the project 
 putting the steps together to see the big 
picture 
 acknowledging the new skills which have 
been learnt 
 
